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Chapter 1 



STUDENTS AT RISK: CRISIS IN 
CLASSROOM AND COMMUNITY 



More than one-fourth of the children in American schools are caught 
in binds that put them at risk of great frustration, depression, extreme 
anger, antisocial attitudes, drug and alcohol dependence, delinquency, 
possible suicide, school failure, dropping out of school, and future un- 
employment. They are in such desperate situations because of limited as- 
pirations or aptitudes, inadequate parenting, and inflexible academic 
school programs that are not suited to their needs. 

In early America, students who were not successful in school quickly 
quit and found gainful work on farms. Today, less than 4 percent of the 
population is engaged in America's bounteous agricultural production. 
During the past century, millions moved to the cities to work in boom- 
ing mills and factories. But now millions of factory jobs have been lost 
because Americans can import products mure cheaply from foreign coun- 
tries that have low labor costs. Jobs available in America today require 
more education and skil! than formerly (134),* and hundreds of thou- 
sands of unemployed people do not have the competencies required for 
employment. 

Many students today become discouraged about education very early 
because of unfair competition in graded schools where all arc expected to 
learn at the same rate with equal success. They often quit trying at the 
elementary level, and then join an alienated group where they become 
social problems before dropping out as soon as the law will allov . Others 
become discouraged because of lack of parental support, or because 
schools do not offer them what they feel thc> need — vocational training 
for jobs that will lead to a satisfying life Still others arc impatient and 
uncooperative because schooling no a takes so long that it interferes with 
normal human growth and the need.* for mature responsibility, sex, and 
independence. Some students do not sec enough benefit in education to 
compensate for delayed gratification of desires. 

As the only organized social institution, other than the home, that 

* Number* in parent hot* appearing in ihc text refer tu the Bibhugrapru beginning on 
page 48. 
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can touch all young people, the school must offer leadership in taking 
drastic steps to redirect the values of 25 to 35 percent of today's youth. 
Schools must help teachers become more sensitive to students' feelings 
and problems, must make individual uniqueness appreciated instead of 
penalized, must make flexible school progress a normal expectation, and 
must involve parents in giving support to learning. Educators need to 
recognize that just as every student does not have the aptitude to be- 
come an opera singer or a professional football player, everybody does 
not have high scholarly interest and aptitudes as did the small percentage 
who remained in school 75 years ago. Educators must institute more al- 
ternative and vocational programs to provide for the 25 percent of stu- 
dents who will not go on to college (257). 

If snch steps are not taken, the increasing njmbcr of students at risk 
eventually can put the whole American society at risk. 

DEFINITION 

Who are the students at risk? In the educator's view, students at risk 
are children of school age, who, because of one or more factors in a syn- 
drome of disadvantageous traits, behaviors* and circuMstances, ate in 
danger of being unsuccessful in school and/or in danger of becoming en- 
meshed in personally debilitating social, emotional, physical, or econom- 
ic difficulties currently or in the near future. 

These problems may have their roots in infancy and usually develop in 
home,, school, and community situations that occur long before the un- 
fortunate behaviors become highly visible in later school years. Among 
the groups of disadvantageous factors that may, if occurring to an abnor- 
mal degree, be related to the individual's at-risk status are the following: 

• Limited Background Attainments — Inadequate language develop- 
ment, lack of family experience to develop normal concepts and 
positive attitudes, inadequate early school learning, lack of nonTial 
literacy, lack of other necessary skills. 

• Personal Development Difficulties— Vision or hearing deficiencies, 
other physical handicaps, subtle learning disabilities, irresponsible 
sexual activity. 

• Physical Deprivation — Hunger,, malnutrition, poor housing, homc- 
lcssness, inadequate clothing. 

• Disease and Illness— Dental problems, frequent infections, AIDS, 
other chronic diseases, epilepsy. 

• Neglect or Abuse — Loss of one or both parents, lack of social-emo- 
tional support from family, maltreatment, inappropriate placement 
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for instruction, negative labeling by school or others, being threat- 
ened or ridiculed for lack of achievement or other difficulties. 

• Emotional Handicaps— YzztiuXnzss, depression, social withdrawal, 
suicidal tendencies, excessive irritability or anger, lack of emotional 
bonding (sociopathology), unusually aggressive feelings. 

• Nonscbolarly Tendencies — Unsuitable aptitude for assigned tasks, 
nonscholarly interests, dislike for school experiences or school 
personnel. 

• Substance Addiction — Frequent use of drugs, 2lcohol, or tobacco. 

• Antisocial Tendencies— Hostility, uncooperative behavior, frequent 
absence, deceptiveness, strongly biased /discriminatory behavior re- 
lated to race or other human qualities, membership in an alienated 
subculture, physical/verbal abusiveness, delinquency, criminality. 

While some of these young people are highly visible, others may func- 
tion quietly, unhappily, and inadequately without all of their problems 
being noticed unless teachers are alert. 
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Chapter 2 

ROOTS OF THE PROBLEM 



It is not possible to establish clear-cut, unrelated causes for different 
types of risk problems because causal factors often arc related and over- 
lapping For this discussion, the roots of the problem will be classified 
qu.te roughly under- (a) Pc^onal Psychological Factors, (b) Family Envi- 
ronment Factors, (c) Community Environment Factors, and (d) School 
Environment Factors. 

Omitted from the above classification is the significant area of genetic 
factors. These arc being omitted because of the scope of a book of this 
size. Even so, the complex aspects of nature versus nurture, intelligence 
testing, biogenetics, and delinquency are critical to an understanding of 
the roots of the problem and it is hoped that an independent study of 
the literature will be pursued by the readers of this work. These refer- 
ences in the Bibliography will be especially pertinent: 82, 86, 125, 146, 
170, 222, 240, 246. Special attention must be drawn to a major, recent 
study by Paul Bouchard (119) focused on a study of more than 300 pairs 
of twins. The conclusions by Bcuchard's research team that inherited ap- 
titudes and tendencies should be credited with about 50 percent of be- 
havior (70% of academic growth) arc ver> useful in considering sources 
of problems of students at risk. 

PERSONAL/ PSYCHOLOGICAL FACTORS 

Some of the factors that seem to cause students to function in ways 
that put rhern at risk ire personal characteristics that cannot be said to 
have cither only genetic or only environmental roots. Among these are 
learning style, learning disability, impaired ego function, emotional dis- 
turbance, low aspiration /motivation, and the antisocial personality disor- 
der. All can seriously affect a student's learning. 

Learning Styles 

Kcefc says that, "Learning styles are cognitive, affective, and physio- 
logical raits that serve as relatively stable indicators of how learners per- 
ceive, interact with, and respond to the learning environment" (139, p. 
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44). Of the several assessment tools, the Learning Style Inventory by 
Dunn, Dunn, and Price is most used. Price (187) has described the re- 
search done in determining what should be included in the inventory, 
and Griggs (97) has summarized the coverage in somewhat this manner: 
(1) Environmental stimuli: light, sound, temperature, design; (2) Emo- 
tional stimuli, structure, persistence, motivation, responsibility, (3) So- 
ciological stimuli: pairs, peers, adults, self, group, varied; (4) Physical 
stimuli- perceptual strengths (auditory, visual, tactual, kinesthetic), mo- 
bility, intake, time of day, ar,d (5) Psychological stimuli: global/analytic, 
impulsive/reflective, ceiebral dominance. 

Use of a cognitive styles inventory usually requires students to state 
preferences for the various factors in the learning situation. Pies (185), 
found however, in working with 177 low-:-ciocronomic status BLck chil- 
dren in grades 3 through 6, that children did not clearly perceive their 
own learning styles, while their teachers could perceive the styles and 
predict student achievement. 

Early studies on adapting instruction to learning style in reading were 
not encouraging (89), but the surge of research from the late '70s 
through the '80s has been more promising. Dunn has summarized re- 
search showing that learning style can predict reading achievement better 
than IQ. She says the evidence shows, "that youngster's attitudes about 
their schools, 'heir teachers, and learning improve when they are taught 
by methods, resources, or programs that respond to their unique charac- 
teristics" (61, p. 144). Anthony (8) used RcnziMli and Smith's learning 
styles inventory, an attitude scale, md the California Achievement Tests 
to examine progress of 193 fifth-grade pupils when their learning styles 
were or were not in congruence with teaching styles of eight teachers. 
She considered congruence on such instructional procedures as project 
work, simulations, drill with recitations, peer teaching, discussion, teach- 
ing games, and independent study. She found that students achieved 
higher when their learning styles were congruent with teaching styles on 
five factors. Congruence in two areas resulted in higher attitude scores. 

Somewhat contrary to statements of stability in learning styles, Kecfc 
(140) says that perceptual preference seems to evolve for most students 
from tactual-kinesthetit to visual and aural as the learner matures. Carbc 
concluded that "Young students tend to be global rather than analytic. 
They learn best when information is presented as a gestalt or whole. 
Many may not be ready for the step-by-step presentation of phonic Hcs 
until second or thiid grades" (36, p. 131). 

Jn Carbo's study of learning styles of 293 students in grades 2, 4, 6, 
and 8, she identified 10 elements of reading style and related them to 
age levels. Second-graders had relatively higher preferences for tactual 
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and kinesthetic stimuli than students at higher levels. They also ex- 
pressed need for more intake and mobility. Second-graders were highly 
teacher-motivated and preferred to read in groups more than alone. At a 
higher level, strength in the visual modality was shown, and students 
were able, as shown in other studies, to learn well through the auditory 
sense at grades 5 and 6 (36). 

Carbo also found that a particularly effective method of teaching read- 
ing to young children was the "wnole-word, global approach . . tape-re- 
corded storybooks followed by games about the books. With this meth- 
od, children see and hear words simultaneously within the context ot 
high-interest stories and then practice the vocabulary presented In game 
form" (36, p. 131). This process significantly increased comprehension 
™d vocabulary of both beginning readers and disabled rcadcis. 

The importance of observing differences in learning styles of different 
ethnic groups wj demonstrated by Andera and Atwell (5). They found 
that American Indian children had problems in beginning to use school 
communication because their native style is less dominated by a leader 
and their communication is directed to listeners differently. Also, they 
consider it insulting to stare at another person. 

Learning Disabilities 

Learning disabilities might be considered in direct relationship with 
learning styles, because learning disabled (LD) students do learn if 
taught with appropriate techniques. Educators noticed symbol-processing 
problems originally when a good rural student suddenly became a prob- 
lem learner after being kicked in the head by a horse. Medical persons 
long had noted that an adult often has memory and learning difficulties 
after a stroke. Then psychologists observed pupils who had not had such 
injuries, but had similar types of learning difficulties. Several definitions 
of learning disabilities have been offered, and one agreed on in 1981 by 
a half-dozen professional groups follows: 

Learning disabilities is a generic term that refers to a heterogeneous 
group of disorders manifested by significant difficulties in the acquisi- 
tion and use of listening, speaking, reading, writing, reasoning or math- 
ematical abilities. These disorders are intrinsic to the individual and 
presumed to be due to central nervous system dysfunction Even 
though a learning disability may occur concomitantly with other handi- 
capomg conditions (e.g., sensory impairment, mental retardation, so- 
cial and emotional disturbance) or environmental influences (e.g , cul- 
tural differences, insufficient inappropriate instruction, psychogenic 
factors), it is not the direct result of those conditions or influences (141, 
P. 7) 
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Researchers say some possible causes for learning disability are genetic, 
neurological injury, biochemical problems, and social-emotional stress. 
Because learning disability causes anything from mild to acute difficul- 
ties in learning, it obviously can be a serious factor in putting students at 
risk of failure. For example, approximately 20 percent of the severe read- 
ing disabilities are caused by learning disability (202). 

Because of widely varying diagnostic standards, the stated numbers of 
learning disability cases fluctuate wildly, rising considerably whenever 
special funds are available for treatment. Probably the estimate by the 
Office of Special Education that 1 to 3 percent of school children suffer 
frm lcarnin disabilities is the most accurate. In 1984, however, more 
tnan 4 percent of public school children were in special learning disabil- 
ity classes. Because LD so often has not been diagnosed and treated 
properly in the school curriculum, correctional authorities often estimate 
that as many as half of penitentiary inmates have learning disabilities. 
The National Institute of Juvenile Justice and Delinquency Prevention 
has reported that 36.5, or one-third, of boys adjudicated as delinquent 
are learning disabled (186). Interestingly, as many as four to six times as 
many boys arc diagnosed learning disabled as girls (157). 

Impaired Ego Function and Low Motivation 

Teachen /ender why some children don't try harder, but students, 
even those having adequate aptitudes, may put inadequate effort into 
their schojlwork because of the related factors of inadequate self-con- 
cepts, low aspirations, low motivation, inadequate conativc (drive) devel- 
opment, an*I negative values. 

Studies reocatedly have shown that students who underachieve in 
comparison with others in their classes, have lower self-concepts and low- 
er feelings of self- T vorth, ( 1 62 , 189). In a seven-year study, Coopcrsmith 
(52) found three conditions that related to development of positive self- 
esteem. Briefly, they are (1) nearly total acceptance of the child by its 
parents — expression of much warmth and love and acceptance of child 
behavior, making the child feel of personal importance; (2) clearly de- 
fined and enforced limits— reasonable rules and demands firmly en- 
forced and rewarded, with any necessary punishment perceived as justi- 
fied, and (3) respect and latitude for individual action— sharing of views 
and opinions along with noncoercive treatment of behavior that is within 
the limits of clearly established rules (52). 

Research reveals that teachers also affect children's self-perceptions. 
"Students who feel they are liked and respected by their teachers have 
higher self-concepts, while those who believe they are disliked by their 
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teachers are more dissatisfied with themselves" (214, p. 18). Several re- 
searchers have observed that the attainment of positive student self-con- 
cepts is related to supportive teacher behaviors such as calm, accepting 
interaction, use of humor, and a low degree of negative evaluation and 
grim domination (214). Harsh, unsympathetic criticism by either teach- 
ers or parents regularly is found to be related to impairment of ego func- 
tion, lowering the child's self-esteem. 

Weiner (248) and his associates found that highly motivated students 
and those having low motivation tend to attribute their levels of success 
to different causes. Highly motivated students attribute success to having 
high ability, over which they have no control, and their failures to lack 
of effort, which they can control and improve. Poorly motivated students 
tend to attribute their successes to uncontrollable factors such as luck, 
while their lack of success is attributed to low capability, also uncontrol- 
lable (248). Even students who have good aptitude but infrequent suc- 
cess may develop this low regard for themselves. ' 4 Ability attributions 
have the greatest impact on self-esteem, and so individuals tend to feel 
best when they attribute success to ability, and worst when failure is at- 
tributed to lack of ability" (255, p. 425). Low self-esteem in learning is 
debilitating because "motivation to pursue a goal is determined by the 
expectancy one has of attaining that goal and the value one places on at- 
taining it" (255, p. 424). And it is easy to rationalize that an education- 
al goal is not of great value if one feels one cannot attain it. 

Students' unwillingness to attempt challenging tasks is explained also 
by Covington's concept of the self-vorth motive (53). This is based on 
the human need to maintain self-respect, a positive self-image. Decisions 
about attempts and actions usually are made with a view to protecting 
one's self-image; nobody wants to be caught short in front of others or 
even in his or her own view. Therefore, if a student has any doubt about 
his or her ability to succr~d at a task such as an academic assignment, it 
is safer to protect the ego by refusing to do the assignment than to risk 
inadequate performance in attempting it. 

School experiences seem to have different effects on various students' 
self-images and consequent willingness to work. The more successful stu 
dents tend to develop stronger self-concepts as the years of schooling 
pass, while the less successful lose in self-concept (214). Life is a vicious 
circle for lower achievers because, unless something intervenes to change 
the course their loss in self-confidence can make them feel helpless, or 
can make them feel forced into a life of crime. Impaired ego-function is 
very common in juvenile delinquents (146). 

Students adapt their aspirations not only to their <,Jf-images,< but also 
to perceived opportunities in relation to their socioeconomic heritage. 
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Cooks (50) studied the aspirations and plans of a very large number of 
Black students in senior high schools. She found that they were ap- 
proaching their futures cautiously, looking carefully at the opportunities 
available in American society. Their plans were heavily influenced by the 
curriculum tracks they followed, their school grades, their perceived aca- 
demic abilities, and the social and financial values they placed on further 
education. The single most important factor was the curriculum track, 
perhaps either because it represented their interests or they may have felt 
it signified something about their capabilities. 

Atman (10) found that goal-oriented behaviors of students in grades 
6, 7, and 8 distinguish those who are achieving from those who are not. 
The nonachievers appear to lack conative development, desire, and prac- 
tice in striving. In the 1700s, conation was considered to be one of the 
important domains for development, along with the cognitive and the 
affective, but it has not appeared in educational objectives for some 
time. Recently, much research has focused on goal development in stu- 
dents, and.Atman has identified steps by which successful students man- 
ifest goal-oriented efforts. They include recognizing a problem, setting a 
goal, visualizing how to achieve the goal, organizing, beginning to make 
it happen, pushing forward without procrastination, concluding the ac- 
tivity, and fitting the achievement into a long-range sense of purpose 
(10). 

Emotional Problems 

A low self-concept can be one of the symptoms of a still more serious 
problem — depression. In summarizing research, Hughes (122) says that 
the onset of a depressive episode is indicated by evidence every day for 
two weeks of at least five of the following: (1) feelings of worthlessness or 
inappropriate guilt, (2) depressed or irritable mood, (3) significant 
change in appetite or weight, (4) markedly diminished interest or plea- 
sure in most activities, (5) daily insomnia or hypersomnia, (6) psychomo- 
tor agitation or retardation, (7) unusual fatigue, (8) indecisiveness or in- 
ability to concentrate, and (9) recurrent thoughts of death or suicide 

Reynolds (193) and his colleagues conducted epidemiologic studies of 
over 8,000 young people in public and private schools, and concluded 
that 14 percent of children in grades 4 to 6 and 16 percent of those in 
grades above 6 were clinically depressed. At the higher levels, another 18 
percent had borderline problems. It is estimated that between three and 
six million children and adolescents in the United States suffer from rec- 
ognized or unrecognized depression (181). 
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In addition to problems of concentration on schoolwork, depressed 
children are likely to be socially withdrawn (122). Among young people 
first admitted to a psychiatric facility, depression is the most common 
symptom for those manifesting suicidal thoughts or acts, while anger is 
the most common symptom of others (122) 

Rosenthal and Rosenthal (198) observed that suicidal preschool chil- 
dren, in addition to depressive symptoms, tend to direct aggression 
against themselves, to run away, and to express little sensitivity to pain 
after injury. They are likely to be unwanted children, to feel abandon- 
ment and despair. Despite sometimes being victims of child abuse, they 
have fantasies of family reunion and a bettei life. 

Genetic studies in recent years show that a particular hereditary chro- 
mosome variation can provide a predisposition toward some types de- 
pression. And "a history of suicide in a family is a significant risk factor 
for suicide . . . Parents of suicidal children often are depressed and suicid- 
al" (181, p. 27). Researchers noted that, "Children and adolescents with 
a biological predisposition to depression nruy be at high risk for suicide 
when dealing with psychological and social stress" (181, p. 28). 

Depressed individuals are characterized not only by negative views of 
themselves, but by a negative view of the world and the future (122). 
While they need much experience with success in order to develop posi- 
tive feelings, their cognitive functions do not operate in a manner that 
permits them readily to gain self-esteem from successes in the normal 
way. Eecause of their negative thinking, they tend to attribute their suc- 
cesses to uncontrollable external factors instead of to their own merit. 
Conseqjently, experience with success does not necessarily make them 
more confident when they face a similar task in the future (122). 

Hyperactivity and Disruptive Behavior 

Sometimes a child does not participate freely in a group because of 
any of a ,r ariety of social anxieties. Children, as implied previously, are 
afraid of losing face. Collier (46) described how one psychologist sur- 
veyed children in relation to their fears, and found that a child is more 
fearful about receiving a bad report card or having a toilet accident than 
about having surgery. They fear being sent to the principal's office more 
than going to the dentist. It distresses them to be seen as stupid, unat- 
tractive, or dishonest. Their greatest anxiety is about losing a parent. 

More noticeable to the busy teacher is the hyperactive child. This 
youngster runs around the room, annoys other students, ulks, fidgets, 
becomes involved in irrelevant activities, and frequently fails to complete 
schoolwork at the appropriate level for his or her aptitude. "Hyperactivi- 
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ty is one of the most commonly identified behavioral problems of chil- 
dren, with estimates of the incidence ranging from about 3 percent to as 
high as 20 percent. Boys are three to ten times more likely to be labeled 
hyperactive than girls" (254, p. 103). 

Young children, of course, are naturally restless, but the hyperactive 
child is far more mobile than the average. Excessive activity may dimin- 
ish in middle or higher grades, while difficulty in maintaining attention 
to tasks may continue. Adults who have had a history of hyperactivity 
and serious attention difficulties "tend to exhibit personality problems 
and may be predisposed to alcoholism" (122, p. 130). 

There is little agreement on the cause of hyperactive, impulsive behav- 
ior. Various researchers see its origins as genetic, as neurological damage, 
or as induced by environmental stress. Others feel that such behavior 
tendencies result from deficiencies in the cognitive mechanisms that reg- 
ulate attention and inhibit inappropriate movement (122). 

There is agreement, however, that impulsive hyperactivity is one of 
the predictors of juvenile delinquency. Another predictor of future de- 
linquency and a great concern in the classroom is behavior that is partic- 
ularly aggressive — of the student who is rebellious, is argumentative, 
makes derogatory remarks, threatens others, and starts fights. Between 
one-third and one-half of the students referred for psychological services 
* e hyperactive (122). 

While depressed individuals are burdened with feelings of guilt, "un- 
socialized conduct-oriented children are unconcerned with the effects of 
their behavior on others and feel little remorse or guilt over their ac- 
tions" (122, p. 160). Although some aggression is normal in toddlers, it 
usually lessens with socialization. If it is not reduced by normal growth, 
it tends to remain a stable characteristic of the individual (122). Antiso- 
cial, aggressive students usually are unpopular with their peers. Some- 
times, obviously, they have earned this unpopularity. At other times, it 
appears that they may have become antisocial because they were rejected 

< 20 >- . 

Antisocial behavior usually is associated with inadequate school 
achievement. One team of researchers (200) found that one-fourth of 
slow readers demonstrated antisocial behavior, while a third of all con- 
duct-disordered children had reading disabilities. 

Antisocial Personality Disorder 

The students at risk who are most dangerous to society are those hav- 
ing an antisocial personality disorder (APD), often referred to as psycho- 
paths or sociopaths, who lack conscience. Some of the traits that these 
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character-disturbed children exhibit include lack of ability to give and re- 
ceive affection, self-destructive behavior, cruelty to others and to pets, 
stealing, hoarding, extreme control problems, lack of long-term friends, 
preoccupation with fire and blood, superficial attracti\eness and friendli 
ness to strangers, and crazy lying (44, 161). As they mature into full- 
fledged psychopaths, they add traits of glibness and superficial charm, 
grandiose sense of self-worth, need for stimulation to avoid boredom, 
manipulative behaviors, shallow feelings, parasitic lifestyle, promiscuous 
sex activity, irresponsibility, impulsivity, lack of realistic planning, and 
criminal versatility (104, 1 6 1 ). "Trust love, loyaJty , and teamwork are 
incompatible with their way of life. They scorn and exploit most people 
who are kind, trusting, hardworking, and honest" (161, p, 9). 

Estimated at perhaps 5 percent of the population, character-disturbed 
children are the largest category among severely disturbed youth, and 
more boys become psychopathic than girls ( 16 1 ). A study of 9,949 Phila- 
delphia males revealed that 34.9 percent had been involved with the po- 
lice by age 18 (260). Of this group, 6.3 percent were chronic offenders, 
and this small number of chronic cases was responsible for at least 51.9 
percent of all crimes reported (161). Apparently the individuals most 
likely to have real antisocial personality disorders are extreme problems 
to society. 

Research by Clinc (44), by Magid and McKelvey ( 16 1 ), and by others 
indicates that the major cause of antisocial personality disorder is inade- 
quate emotional attachment, or failure of the infant to bond emotionally 
with a parent or othei significant adult. 

Antisocial personality disorder occurs when the infant docs not learn 
to trust another person within about the first foul months of life (i6l). 
The first stage in the process is for the infant to feel a need, such as a 
need for milk Being annoyed by its discomfort, the infant moves into 
Stage 2 with a rage reaction, such as crying or flailing its limbs. After 
time is taken for its rage signals to be noticed by the parent, Stage 3, the 
gratification of the need by a recognized adult and relief of distress oc- 
curs in the normal situation. This is accompanied by eye contact, pat- 
ting, encouraging words, smiles, and other behaviors that make the in- 
fant feel loved. Normally Stage 4 follows, in which the infant feels trust 
in the adult and increases his or her emotional bonding with that person 
(161). 

In the unhealthy situation, however, the child is neglected, is verbally 
or physically abused, is not given any gratification until after an abnor- 
mal delay, or is given needed attention by somebody perceived as a 
stranger. Instead of acquiring trust in the parent, the infant then experi- 
ences and internalizes overwhelming rage and distrust of other humans 

16 

1 O 




( 1 6 1 ). Competent treatment must be provided by age 7 in order to have 
a good chance of success (245). 

The severity of the antisocial personality disorder differs with individ- 
uals and circumstances, but Hirschi (118) found, in studying 5,000 boy*, 
that the more a child is attached to and identifies with his parents, the 
less likelihood there is for delinquency. In summarizing research, Hurley 
(123) also found that youths without close family bonds are more likely 
to experiment with delinquency. He noted that when those lacking close 
family bonding are placed in homes for delinquents, they usually bond 
with other antisocial youths like themselves, thereby reinforcing delin- 
quent behavior. "Charles Manson was neglected and used as a child, set- 
ting the stage for the conscienceless adult he was to become" (161, p. 
23). 

FAMILY ENVIRONMENT FACTORS 

Among family factors affecting children's education and success arc 
child care, family attitudes and values, parental role-modeling and guid- 
ance, family tensions, and family economics. Downing and Leon^ (58) 
have quoted an English researcher in support of this contention : 

Factors in the home environment are overwhelmingly more important 
than those of the neighborhood or the school. Of these home influ- 
ences, factors of maternal care and of parental attitude to education, to 
school, and to books, are of greater significance than social class and 
occupational level. (259, p 227) 

Many children live in single-parent families, and 50 percent of the rest 
have both parents working" (247 f p. 112). Few families are extended to 
include grandparents in the home, and older students often lack any 
family member to go to for advice. On the average, in 1970, family 
members spent about 15 minutes a day interacting, and some of that 
was confrontational. "Some middle-class fathers spend no more than a 
few minutes a week interacting with each child" (247, p. 112). 

Child Care and Child Abuse 

The importance of providing adequate food, shelter, and clothing in 
order to give children an opportunity to learn and succeed in school is 
obvious. Malnutrition jr sensory deprivation during the early months 
and years can have lasting consequences for inadequate mental develop- 
ment (121). Good home experiences of love, perceptual stimulation, 
conversation, and responsiblltiy provide support for language develop- 
ment, self-co'ifidcncc, and security (107). 
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Unfortunately, between 1900 and 1973 the number of reports of child 
abuse quadrupled (238). This may have been because of more accurate 
reporting, or because of a change in lifestyles, involving pornographic 
films and the use of young girls seductively in TV films and advertising. 
Between 60 and 75 percent of the child abuse ca^es now reported are of 
the sex abuse type, and in the single year from 1983 to 1984, the num- 
ber of sex abuse cases reported increased 50 percent from 35,014 to 
55,596. In the same period, child abuse reports rose 16 percent, from 
828,417 to 958,590 (238). Boys as well as girls are sexually abused, with 
an estimated 2.5 to 5.0 percent of boys under age 13 having had sexual 
experiences with adults (72). 

Finkelhor (72) found a higher incidence of sexual abuse in families 
having stepfathers, perhaps because of the number of men with whom 
the mother associated before remarriage. In interviewing abusive and 
nonabusive mothers, Golub (88) found that the two types were about 
equally angry and disliked the disapproved behavior equally. Abusive 
mothers, however, were more inclined to feel the disliked behavior was 
intentional and more serious. Also, they expressed less positive attitudes 
toward their children. 

Some children can survive abuse while retaining their social problem- 
solving skills (152); others seem to suffer serious effects. Those suffering 
emotional abuse, such as belittling and comments expressing rejection, 
often exhibit behaviors of withdrawal, extremes in emotion, destructive 
behavior, inordinate attention to details, cheating, cruelty, thumbsuck- 
ing, rocking, anorexia nervosa, and delinquency (238). Additional beha- 
viors common among those who are bruised, burned, or otherwise physi- 
cally abused, are fearfulness, overcompliance, being at school too early or 
late, accident proneness, under achievement, regressiveness, inability to 
form good peer relationships, extreme hostility and aggressiveness, and 
appearance of incorrigibility (238). A few of the sex abuse indicators are 
frequent urinary infections, inordinate gifts received, great secrecy, un- 
usual sex knowledge, unusual worldliness, inferior feelings, crying, and 
even suicide attempts (238). 

Child neglect or abuse can cause impaired ego function, and antisocial 
personality disorders. These, in turn, result in poor academic achieve- 
ment and further problems. 

Family Attitudes and Values 

Young children tend to achieve at higher levels when they are aware 
of their parents' interest, and they tend to inculcate the values their par- 
ents display. When parents show that their attitudes toward schools are 
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negative, that they have little interest in their children's schoolwork or 
that they do not place special value on good work habits, the effect on 
school achievement almost always is negative (58). 

One researcher (56), tabulated the frequency of parents' visits to the 
school as part of the evidence of their interest, and concluded that chil- 
dren whose parents were most interested had the highest reading 
achievement. He also found that 70 percent of children of interested par- 
ents were rated as hard workers, while only 33 percent of disinterested 
parents' children were so rated. In a related study, a team (57) found 
that between ages 11 and 15 the reading levels of children having inter- 
ested parents continued to improve, while achievement of children of 
disinterested parents tended to deteriorate. 

Parents who read frequently and have many good books and maga- 
zines in the home demonstrate values that tend to be assimilated by 
their children (201). The home reading environment seems to have more 
effect on a child's reading attitudes than socioeconomic status (255). A 
writer concerned about value development through character education 
in the home expresses concern that "traditional agents of character edu- 
cation have been weakened by the fluidity and heterogeneity of Ameri- 
can society" (156). Another summarizes events briefly: "In less than 50 
years, America has virtually abandoned the work ethic that was a corner- 
stone of this society and accepted a hedonistic philosophy . . . Many of us 
have dropped out from everything — marriage,, parenting, voting, church- 
going, paying taxes, saving for the future . . . Why should we be sur- 
prised that our young people drop out?" (150, p. 62). 

Parental Guidance and Role-Modeling 

Guidance and directions given by parents, if they do not antagonize 
the student, tend to lead the youngster toward higher achievement. In 
studying Mexican-American children,. Henderson (112) found that the 
amount of parent pressure for achievement correlated slightly higher 
with achievement scores than IQ. Perhaps because of lack of adequate 
parent guidance, high school students who are from low-income homes 
and are not high achievers spend more time on physical activities, in- 
cluding odd jobs, than do good readers (92). The monitoring of televi- 
sion viewing is one area in which parental guidance can be important, 
studies show excessive watching is always detrimental to reading achieve- 
ment. The number of hours per day found to be definitely detrimental 
was three in one review (17) and four in two others (175, 208). The neg- 
ative effect differs, however, in relation to age and ability. Up to age 9, 
children can watch three or four hours without academic loss (208), per- 
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haps because whatever else they would do with the time would not bene- 
fit achievement significantly, and the TV might provide some useful 
background information. By age 13, however, it appears that there is 
some reduction in achievement if a student views TV more than one or 
two hours daily (208). 

Students having the highest academic aptitudes arc the ones to suffer 
the most academically from excessive TV watching. In one study (172), 
there was no apparent reduced achievement for heavy watchers in the 
low- and average-intelligence range. This, again, could be because these 
students would not ordinarily use the time for something more educa- 
tional. Many students watch 6 to 7 hours a day, with students of low-so- 
cioeconomic status watching the most (208). 

Quality of programs needs to be monitored as much as quantity. 
Some research shows a negative relation between reading achievement 
and viewing TV programs such as cartoons, situation comedies, and ad- 
venture (P). One study of TV viewing by 900 third-graders revealed a 
positive correlation between the violence of preferred programs and the 
aggressive behavior of certain children. A four-year study of tenth-grade 
boys showed that those identified as most aggressive preferred violent be- 
havior on television more than nonviolent students (231). 

While these correlations with aggression do not prove causality, vicari- 
ous experiences sometimes do serve as an excuse for some to act out 
(253). 

Thousands of children speak a language other than English that they 
have learned at home before coming to school. The use of bilingual pro- 
grams in classes is a burning issue, but research on the topic so far is not 
very helpful. So far, "research generally shows higher dropout rates 
among students enrolled in bilingual programs, though it remains diffi- 
cult to disentangle cause and effect" (100, p. 260). 



Disorganized and Disrupted Homes 

Research usually finds a positive relationship between stable homes 
and good achievement, and between unstable homes and delinquency 
(108). While many children do well in spite of disruption, teachers need 
to weigh such matters in counseling. 

The U.S. divorce rate is about 2,300,000 per year, leaving approxi- 
mately 24 percent of all children under 18 living in single-parent families 
(171), but 40 percent of Black children live in single-parent homes (156). 
(Others disagree, saying 11 percent (264) or 40 percent (247) of all live 
in single-parent homes.) Children arc being raised by 700,000 opposite- 
sex couples and by 92,000 same-sex couples (171). 
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Among 29,000,000 teenagers in the country, between 40 percent 
(156) and 70 percent (113) are reported to be sexually active, and about 
1,200,000 teen girls become pregnant each year. Before 1965, 15 percent 
of teen girls who had babies were unmarried, but by 1983, 37 percent of 
white girls and 87 percent of Black girls were unwed when giving birth 
(156). Approximately half of the sexually active teen girls become preg- 
nant in the first six months of that activity, and about 50 percent of the 
pregnancies are aborted (156). 

"Teenage pregnancy is epidemic in the United States and the implica- 
tion this has on future generations of children cannot be underestimat- 
ed" (161, p. 163). For example, 82 percent of the girls who give birth at 
age 15 or younger are the daughters of teenage mothers. More than 1.3 
million children live with teen mothers, at least half unmarried, and an- 
other 1.6 million live with mothers who were teenagers when the chil- 
dren were born (161). 

Teenage girls under 16 who have poor academic skills are five times as 
likely to become pregnant as those with good achievement (142), and 
weak students over 16 are two and a half times as likely. The younger the 
mother at birth, the lower her family income will be. White women giv- 
ing birth before 17 have mean intones about half of those who wait un- 
til after 20 (142). Children of teen parents score relatively lower academi- 
cally and are prone to having more emotional problems (142). 

Problems in an infant's emotional bonding can occur in either single- 
or two-parent homes. The Yale Bush Center Infant Care Leave Project 
(263) reported in 1985 that 85 percent of all women with school-age 
children have moved into the marketplace, and that nearly half of the 
married mothers having infants arc included. Belsky's (18) research con- 
cludes that babies who spend 20 or more hours a week away from par- 
ents during their first year face a risk of becoming more unsure than oth- 
ers. Some conclude that no infant should be separated from parents for 
any significant period of time during the first year of life (16 1). Bonding 
breaks can also occur if a child feels abandoned during the second or 
third years, but after children reach school age, there is a possibility that 
they may do better when their mothers work (161). 

Usually, children from father-present families are better students 
(207), and in the critical stages when the baby learns trust, either the fa- 
ther or mother may assume major responsibility (29). Among older chil- 
dren, nondelinqucnts tend to feel they adopted both parents' habits, 
while delinquents say they Joved their mothers most and adopted the 
mother's ways (7). They feel their fathers should have loved them more 
(29). Family relations for emotionally disturbed secondary school boys 
are different, depending on whether fathers arc present or absent (250). 
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Strong tensions within families correlate with academic problems and 
delinquency. A group needing reading assistance in college traced their 
learning difficulties back to earlier faulty parent-child relationships 
(210). At earlier levels, when family interactions were less stressful, when 
agreements and disagreements were explicit and discussions continued 
until disagreements were settled agreeably, children did not have 
achievement problems. Families of children having reading difficulties 
seemed less comfortable with each other (223). 

The relationship between home problems and growth is not often 
simple and direct. For example, delinquent boys from two-parent, disor- 
ganized homes had more emotional problems than boys from broken 
homes with a stable atmosphere (253, 256). Research merely shows ten- 
dencies, so one should note that large numbers of youngsters are success- 
ful despite home and family problems. 

Race and Economics 

Race and economic factors probably have less effect on school achieve- 
ment and delinquency than has been thought. It is true that, although 
first-graders of all backgrounds enter school with positive anticipation 
(67), children from high socioeconomic status levels tend toward high 
achievement, and those from lower socioeconomic levels tend to achieve 
lower and to have more delinquency (108). Also, the gap between the 
higher achievers and the lower achievers becomes wider each year (106). 

Because the evidence does not support the idea that different races 
have significantly different academic aptitudes, race does not cause 
achievement differences. Nor does low income: "low income does not 
cause reading failure. Rather, low income must be a correlate of factors 
which do have a causative relationship , , (209, p. 2). 

To determine the real causes, Clark (43) studied differences between 
families of high- and low-achieving Black, inner-city children for six 
months. His major finding was that parents communicated differently 
with children in families of different achievement levels. In the high- 
achieving ituations, the parents used a "sponsored independence" 
style. They provided a fairly structured, disciplined home life, develop- 
ing cohesive family relatioi^hips and open communication. They valued 
education highly, providing diligent support tor and supervision of stud- 
ies, with praise for children's good behavior and school achievement. 
These parents had upward mobility attitudes, with habits of hard work 
and delayed gratification. Their children became self-confident and self- 
disciplined, with middle-class values (43). 

The parents of the low-achieving students utilized an "unstructured" 
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communication style. They were usually highly authoritative and very 
strict or completely the opposite, totally unstructured. They had very 
loose personal ties with their children, providing no support, guidance, 
or real assistance with schoolwork. Although they wanted their children 
to be successful in school, they did not know how to help them (43). So 
race and money did not affect achievement, but parenting behaviors did. 

American families of East Asian descent are noted for being closely 
knit, and they tend to have high achievement and low rates of delin- 
quency (108). Larger proportions of child delinquency occur among 
Blacks, Puerto Ricans, Mexicans, and poor whites from rural mountain 
areas. Statistics show why large numbers of "black children lack self-con- 
fidence, feel discouragement, despair, numbness, or rage as they try to 
grow up on islands of poverty . . . squalid streets with dilapidated hous- 
ing, crime, and rampant unemployment in a nation of affluence" (108, 
p. 67). Some Black children do well, however, in learning racial coping 
strategies (126). 

Different languages and dialects also affect the learning. Evidence 
shows "that SES differences exist during the early school years in chil- 
dren's abilities to utilize semantic and syntactic clues in recalling verbal 
material . . ." (209, p. 16). In addition, several studies show that begin- 
ning readers learn more quickly if reading materials contain vocabulary 
and sentences patterned in the manner of their local dialects rather than 
in "standard" English (209). Of course, children of different socioeco- 
nomic status do bring different experience backgrounds to school. 

Also, among unknown thousands of homeless children sleeping in 
cars, shelters, and on streets^ are an estimated 300,000 "hard-core" 
homeless runaways and "throwaways" who are abused (113). If they at- 
tend school, they will be insecure and will have no place to do assigned 
homework. 

COMMUNITY ENVIRONMENT FACTORS 

While no factor causing students to be at risk of failure is entirely a 
community matter, some are more heavily weighted with community in- 
fluence than Others. 

Good Life: Bad Life 

After an extensive survey of people whose incomes ranged from very 
modest to very high, Gallup and Gallup summarized: "The seeds of sue- 
cess, it would seem, are sown not in the soil of riches, but in the good 
earth of love, understanding, and a nurturing home life" (81, p. 26). 
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Materialistic factors were rated lowest among 12 items people said con- 
tributed to their feeling successf il. The most important items, with pio- 
portions of people choosing them were (1) good health, 58 percent; (2) 
enjoyable job, 49 percent; (3) happy family, 45 percent; (4) good educa- 
tion, 39 percent; (5) peace of mind, 34 percent; and (6) good friends, 25 
percent. 

A look at teen life today led the Gallups to say, "Our society appears 
to have failed to develop an effective and enduring mechanism to com- 
municate sound values and life wisdom from the older generation to the 
younger" (81, p. 26). A survey of 11,000 eighth- and tenth-graders from 
a national sample of 200 schools revealed that 26 percent of those in 
grade 8 and 38 percent u. grade 10 had had five or more alcoholic drinks 
on one occasion during the preceding two weeks (235). One in ten said 
that they had smoked marijuana and some had used cocaine during the 
past month. 

Accidental injuries are the leading cause of death for young people 
aged 15 to 25, with 70 percent of the accidents related to automobiles 
(235). But 56 percent of those surveyed did not regularly wear seatbelts, 
while 44 percent of tenth-graders and 32 percent of eighth-graders had 
ridden during the past month with drivers who had used drugs or alco- 
hol. And 64 percent of boys and 19 percent of girls had used a gun dur- 
ing the year (235). Between 10 and 20 percent had attempted suicide. 
Most eighth- and tenth-graders knew how AIDS is spread and how to 
use condoms. But they thought AIDS could be prevented by washing 
and venereal diseases could be prevented with birth control pills (235). 

In the inner city, 14 to 25 percent of secondary students fear for their 
safety. In 1985 about 190 students per 100,000 were assaulted. Attacks on 
teachers were 8,000 per 100,000 (174). For young Black men, homicide has 
replaced accidents as the major cause of death, increasing to 66.1 per 
100,000 by 1985. It was nearly as high for poor white youths (174). 

Life for the 20 to 40 thousand homeless teens on the streets of New 
York and for approximately 300,000 throughout the country is much 
more hazardous than for others (113). Most have run away because of 
stress at home, or have been thrown out because of various reasons in- 
cluding being gay, u c i^g drugs, parents' use of drugs, sexual activity, be- 
ing unloved, being difficult to manage, or parents' lack of money (113). 

In cities such as New York, shelters are available for half of the street 
kids. About 70 percent of those coming to emergency shelters have been 
severely abused or sexually molested (113). Approximately 60 to 85 per- 
cent are depressed, and 25 percent have attempted suicide. Some shelters 
keep kids for only 15 days, so most must turn to prostitution within a 
month (113). 
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Eighty percent of a San Francisco sample were fearful of AIDS, but 25 
percent thought it was easily cured. Among army recruits, about 0.15 
percent now test positive for the AIDS virus, HIV, but in some big city 
areas, 0.5 percent to 1.0 percent test postive (113, 115). In a New York 
sample, 25 percent of street kids in shelters had HIV (113). 

Drug and Alcohol Dependence 

Alcohol, marijuana, and forms of cocaine are used more frequently by 
students than other drugs, and the earlier their use is begun the heavier 
and more serious it becomes (239). The average ages for beginning use 
of marijuana and alcohol have dropped to 11 and 23 (128;. In high 
schools, about 20 percent drink each day, and another 47 percent drink 
at various times. About 25 percent use marijuana (128). One in six had 
tried cocaine ( 1 10), with one in ly using it recently (235). 

Experts say four steps usually lead tc drug dependence: (1) experimen- 
tation, usually with friends; (2) occasional social use, (3) regular use once 
or twice a week, when ti teenager may begin stealing to buy the sub- 
stance, and (4) dependence, when solitary use occurs almost daily (239). 

Narcotics such as heroin have a sedative effect, while drugs classed as 
depressants can cause intoxication, insomnia, or delirium. Stimulants 
such as cocaine increase blood pressure, causing short, intense "highs," 
and becc- ? extremely habit forming (239). Hallucinogens such as angel 
dust distort perception of reality, can cause paranoia and, sometimes, in- 
sanity. Marijuana can slow down memory and coordination, while inter- 
fering with learning. "Lung damage from smoking *pot' is estimated to 
be 17 times greater than that caused by tobacco cigarettes" (239, p. 23). 
Some of rhe "designer" drugs, such as "China white/' are so potent 
that they can quickly cause brain damage or death (239). Drugs usually 
cause crime as users turn to robbery for money needed to support the 
habit. 

Although alcohol can cause dependence and may damage the brain 
and the liver, drunkenness is common for some teenagers. Of the 10 
million alcoholics in this country, an estimated 3.3 million are children. 

The serious effects of tobacco smoking in re'ation to cancer, heart dis- 
e?.$j, and emphysema are widely known. But young people are less aware 
that tobacco chewing "can lead to cancer of the lip, cheek, tcngue, and 
throat, causing disfigurement and death" (239, p. 24). While adults 
have been smoking less, teenagers have been smoking more, with girls 
smoking more than boys (239). 

Drug dependence most often results from peers leading friends to take 
the first step of experimentation and social use (109, 239) Some also are 
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influenced by parents, and between " 12 and 23 million children cur- 
rently live in homes with an alcoholic parent" (239, p. 24). On' of the 
best predictors of illicit adolescent drug use is the prevalence of drug use 
and the attitude toward it in the school. Students not committed to aca- 
demic study are most likely to become drug users (239). 

There is a relationship among drug use, school problems, and family 
difficulties (109, 239). Home communications of drug users often in- 
volve much negative, critical communication, inconsistent setting of be- 
havior limits, and unrealistic parental expectations. Students who use 
drugs do not feel capable, accepted, and valued (131). Nonusers say that 
their self-respect is more important than pressures to use drugs (239). 
Drug users often are depressed and they account for much of the recent 
surge in suicide incidence (109, 168). 

Alienated Subcultures 

Drug and alcohol abusers tend to feel alienated (239). Children who 
are inadequate school achievers and those who are poor tend to be un- 
popular with others and to feel alienated (255). Boys who are poor read- 
ers and inept in social skills tend to be accepted only by others like them 
(169), so they and girls like them form social groups antagonistic toward 
schools. Even learning disabled students who are receiving good instruc- 
tion are more positive about school and teachers than continuing, or 
slower-moving, high school students (21). The feelings of being misfits 
because of low achievement, poverty, and drug abuse seem to be the 
roots for the alienated subculture. 

Approximately 2,400,000 youths, including about 15 percent of all 
those from 16 to 19 years of age (163) belong to the subculture, plus 
more and more younger children now joining this population. They join 
one of the 600 youth gangs in Los Angeles or hundreds more in New 
York, Chicago, and other cities. In an early study of gangs, Thrasher 
(236) said they were a "group originally formed spontaneously and then 
integrated through conflict," with behavior including "meeting face to 
face, milling, movement through space as a unit, conflict, and plan- 
ning" (108, p. 174). In this way they form traditions, solidarity, and at- 
tachment to local territory. 

In early stages, a gang engages in robbery as a kind of game, which 
gradually becomes more serious business (10 J,. 211). Gang members re- 
cruit others, train them in delinquency, and pull them further into asso- 
ciation (108). In addition to the need for protection, youngsters regularly 
join gangs because they do not see any legitimate opportunities for suc- 
cess through school or employment (108, 212). 
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Social gangs consist of adequately socialized youth who hang out to- 
gether for companionship because they like each other. Delinquent 
gangs consist of semisocialized individuals who are fairly emotionally sta- 
ble, who cooperate in petty thievery, mugging, burglary, and assault to 
raise "bread." Violent gangs are "primarily organized for emotional 
gratification , and violence is the theme around which all activities cen- 
ter" (108, p. 189). They build caches of weapons, and regularly engage 
in gang warfare to enjoy violence and display their power over others. 
When not fighting other gangs, individuals attempt to prow, themselves 
by "sounding," a pattern of needling, ridiculing, or fighting with other 
members" (108, p. 189). Through group violence "a disturbed youth 
may ... cloak his pathology in the group image, which simultaneously 
aggrandizes him and lends him anonymity" (108, p. 189). 

After a five-year study of criminals, Katz concluded that most crime, 
like that of violent gangs, is done for thrills and to intimidate and wield 
power over others (136). Contary to some other researchers, he says the 
gang leaders are not psvchopathic. 

Even when no gangs are organized, a counterculture can emerge as 
lower-class youngsters are faced with middle-class expectations and mo- 
rality that they reject (253). Such a counterculture has permeated many 
low socioeconomic communities and schools, especially those populated 
by minorities. After spending a year visiting schools, Maeroff noted that 
attendance is atrocious, because there is a culture of cutting. Also, "At 
school after school, the peer pressure against academic achivement is 
strongs especially on black males" (159, p. 635). Peer group pressure oc- 
curs through negative labeling, exclusion from activities, ostracism, and 
physical assault (74). Among American Indians, peer and community in- 
fluences are such that the attitudes of Akwesasne Mohawk students to- 
ward school are significantly more favorable if they attend schools off the 
reservations (167). Sometimes a local leader can make great strides in re- 
versing such attitudes by involving young people in constructive activities 
(166). 



Inadequate Employment Opportunities 

If racism disappeared tomorrow, according to Wilson, the problems of 
minorities of low socioeconomic status would not be solved. Massive en- 
ergy price increases and other factors causing a slow-down in the U.S. 
economy have led to unemployment for some groups and ? steady dete- 
rioration of inner-city neighborhoods and schools (258). 

Between 1978 and 1985, the number of manufacturing jobs in the 
United States declined by 1.7 million, although lower-paying retail jobs 
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increased (154), Since 1979, New York City has lost 600,000 manufac- 
turing jobs and gained 700,000 white-collar clerical jobs (258). But most 
unemployed young people lack the literacy and social skills needed for 
white-collar employment. A test battery administered to a national sam- 
ple of 19- to 23-year-olds in 1980 revealed that the median grade-level 
scores in reading were 6.8 for Black and 7.5 for Hispanic youths (19). In 
five of six Oakland high schools, in 1984 the average senior was scoring 
at the ninth-grade level in math and English (19). One could expect that 
the young people most likely to be unemployed would score about three 
or four years lower. Wi 4 en a program was established to train the unem- 
ployed in the San Francisco area, one-fifth of the applicants could not 
read the application form; all the others wrote incoherent paragraphs 
with spelling and grammatical errors (19). Eight million unemployed in 
1982 lacked the literacy skills requisite for on-the-job training (47). 

Male teen unemployment dropped in 1986 to 16.3 percent for whites 
and 39.3 percent for Blacks (264). The expansion of the national econo- 
my raised standards for everybody, but the perception of a wide gap be- 
tween top and bottom incomes creates resentment (66), especially among 
minorities and the 20 million youth of all races, now aged 16 to 24, who 
are not likely to attend college (257). Between 1973 and 1986, the pro- 
portion of young men aged 20 to 24 who can support a family of three 
above the poverty level has dropped by one-fourth, from 58.3 percent to 
3.8 percent, while the drop among Black males has been more than 
twice as great. The average real earnings of $9,027 for male workers aged 
20 to 24 in 1986 was 25 percent lower than 13 years earlier (257). 

Students in special programs have some success, however. Most special 
needs learners who completed a vocational program in carpentry were 
successfully employed, even though their employers rated their work as 
only fair (129). Former LD students from two high schools had faced 
some unemployment, but most were employed later in service occupa- 
tions at low wiges. They were quite well satisfied and self-reliant (99). 

SCHOOL ENVIRONMENT FACTORS 

Major school factors that appear to contribute to students becoming at 
risk are teacher rejection, unfair competition, mass teaching, anri j ow ac _ 
ademic performance. 

Rejection by Teachers 

In decades past, teachers expressed more positive attitudes about mid- 
dle-class students than those ir the lower socioeconomic status (255). 
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Some teachers have expected pupils who are less esteemed to learn less 
(247). For example, one group of first-grade teachers believed that the 
students' social class was the most important factor in predicitng success 
in learning (93, 255). And when 22 teachers were told a boy shown in a 
film was learning disabled, while another 22 were told he ~as normal, 
their responses after viewing the film showed a different bias in evaluat- 
ing his filmed performance (58, 75). 

When tethers expect low performance, that is what they tend to get. 
When one group of first-grade teachers believed that girls were better 
learners than boys, and another group believed both sexes could learn 
equal', well, average achievement of girls was higher in classes whose 
teacher believed girls were better learners. In the other classes, average 
achievement for boys and girls was the same (180, 255). 

Teachers may treat children in different groups differently. Sometimes 
the lower groups are given less instructional time. At other times they 
are given more criticism on minor points, while other groups focus posi- 
tively on story context (41) Mildly handicapped middle grade students 
have been found to achieve higher than other mildly handicapped stu- 
dents after their teachers were trained in a teacher expectations program 
(147V 

. -achers sometimes are more critical or expect less achievement of 
children who speak with a dialect. Cunningham (55) found that 78 per- 
cent of teachers would correct dialect miscues in children's oral reading, 
while only 27 percent would correct nondialect miscues, even though 
neither type of miscues would affect meaning. Shuy and Frederick (213) 
found that speech of Black students was rated differently for quality by 
Black respondents, and middle- and lower-class white respondents. 

Labeling 

While children often are categorized in various ways during diagnosis 
of learning difficulties, attaching negative labels to their names can cause 
teachers to perceive them as inadequate and to expect ioo little from 
them (75). Evidence long has shown that labeling a boy as bad tends to 
make him bad, because ''the boy is apt to start seeing himself as others 
see him and begin acting accordingly or to increase his slightly deviant 
behavior to where it fits or exceeds his developing poor self-image" (108, 
p. 147). 

Tracking 

Dividing the .secondary school student body among tracks, or levels ac- 
cording to general achievement, and directing different levels into curric- 
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ular streams such as college prep, general academic, business, and voca- 
tional, is uniformly condemned b) researchers. Being held in a low track, 
regardless of change in motivation, is one of the strongest predictors of 
delinquency (253), because, "Tracking systems 'lock out' some students 
and undermine their commitments to education" (37, p. 216). 

Counselors sometimes assign students to tracks as much by socioeco- 
nomic status as by achievement, and both Black and white students may- 
be discriminated against on that basis (146, 194). In addition, research 
shows: 

teachers dislike teaching low-ability groups, spend less time prepar- 
ing for them, and schedule less varied, interesting, and challenging ac- 
tivities for them . Instead of being taught via a curriculum or methods 
specifically suited to their needs, students in low-track classes frequent- 
ly are not taught much at all or are merely kept quiet with busywork 
rather than being challenged . . (89, p 407) 

Other studies (232) indicate that the "students resent their low status 
and rend to respond defensively by refusing to seriously commit them- 
selves to academic achievement goals and by deriding classmates who 
do" (89, p. 407). The "excellence movement" calls for schools to reor- 
ganize to enhance achievement and eliminate tracking (177, 247). 

Low Achievement 

As already mentioned, low achievemd relates to both dropping out 
and delinquency, especially for boys (25: /. One researcher matched 76 
male and 52 female elementary students under court supervision with 
equivalent students in the general population. Records showed court-su- 
pervised girls had more unstable home conditions and were older than 
classmates, while boys had low achievement and poor attitudes and work 
habits (108). Taglianetti (234) found failure to read caused school failure 
and contributed to delinquency. 

Boys with low achievement are twice as prone to delinquent behavior 
as those with good grades, and those with poor achievement and delin- 
quent friends are four times as likely to become delinquent (253). This 
seems to be an attempt to appear successful in one way in the eyes of 
friends (253). The amount of stress low achievment causes is apparent, 
because after boys drop out of school, there is a marked drop in the 
amount of delinquent behavior (158, 253). Currently, 13 to 24 percent 
drop out, with 50 percent or more dropping out in some large cities 
(100). But far more left school early 10 to 20 years ago (264). 
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Unfair Competition in Graded Schools 



Graded schools, organized since about 1840 so that students of one 
age are all expected to learn and achieve at exactly the same level, are 
certain to cause some students to feel so highly frustrated that they either 
become very emotionally disturbed or very aggressive (203, 48). As noted 
earlier, intelligence explains about 70 percent of variability in learning, 
and when the best individual tests are used, they show a very wide range 
of academic aptitude in every class. Cook and Clymer say: 

When intelligence is measured and converted into age units, the range 
among first-graders (6-year-olds) is 4 years. At the seventh-grade level 
(1 2-year-olds) the range is 8 years The typical range of ability in any 
grade (disregarding the 2 percent of pupils at each end of the distribu- 
tion) is equal to two-thirds of the chronological age of the median pupil 
in that grade. 

When achievement in the various subjects is measured at each grade 
level, the range of achievement is found to be approximately the same 
as that for intelligence as described above. (48, pp 206-7) 

Karweit explained that in a typical fifth-grade class, students will be 
achieving at third, fourth, fifth, sixth, and seventh-grade levels (135, p. 
85). This spread in achievement grows wider each year (48), unless the 
work is geared only to the lowest level of students. Obviously, about a 
third or a fourth of the students do not have the academic aptitudes 
needed to succeed with the average students. Because they soon recog- 
nize that they cannot succeed in competing academically, they, as noted 
earlier, develop inadequate self-images, or they try to protect their egos 
by finding something in which they can compete successfully — disruptive 
and delinquent behavior (149). Even some of the most talented resort to 
disruption when overly bored. Consequently, in analyzing evidence on 
the causes of delinquency, Schafer and Polk (206) concluded that the 
primary factor is the inflexible, competitive structure of the schools. 
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Chapter 3 



IMMEDIATE STEPS WITH 
STUDENTS AT RISK 



Research indicates that procedures most successful with students at risk 
are largely the same as those successful with other students. More highly 
motivated students are able to cope, even when the best types of teach- 
ing are not utilized. 

IDENTIFICATION OF STUDENTS AT RISK 

Not every kindergarten screening scale is always predictive of success 
(206), but some are more so than others (51). Later, a combination of 
sixth-grade achievement scores and eighth-grade aptitude scores predi> 
senior high school passage of minimum competency examinations with 
80 percent accuracy (26). At the time that they are hoping to enter col- 
lege, students' estimates of their own reading ability, however, have lit- 
tle relation to reality (191). 

Future aggressive behavior of residential school students can be pre- 
dicted by observation of behavior traits (96), and among Black urban 
first-graders the single best predictor of future delinquency is being an 
"angry loner," both shy and aggressive (123). (Others say hyperactivity 
is the best predictor.) 

Learning style inventories are helpful in identifying needs (187). And 
self-concepts can be estimated by having children complete a set of in- 
complete statements showing their feelings about a number of school 
and fp'nily matters (27), Some traits suggesting serious emotional prob- 
lerr^ and antisocial personality disorders have been listed earlier. And a 
teacher should be concerned about a child rejected by others (42). 

Because of conflicting descriptions, teachers often request help in 
screening for children having learning disabilities. Sartain and Seamen 
(204) asked a teacher and two student teachers in several classrooms to 
check behaviors of children. Three observers who had worked with chil- 
dren for a month or more agreed closely on children's traits. In compar- 
ing findings with results of psychologists' diagnoses, they concluded that 
a child probably suffered from learning disability if he or she exhibited 
seven of the traits. One, two, or three of such behaviors are quite nor- 
mal. The list of symptomatic traits follows: 
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Emotional Symptoms 

Is constantly inattentive 

Is easily distracted 

Is easily frustrated 

Is very impulsive (reckless) 

Touches, clings to others excessively 

Refuses to speak to teacher, group 

Is withdrawn, shy 

Is unusually aggressive 

Has frequent rage reactions, tantrums 

Is overexcitable in normal play 

Is inconsistent in relationships 

Adjusts poorly to change 

Stutters or often stammers 

Has jerky, explosive speech 

Perceptual Symptoms 

Cannot organize work, materials 

Is unable to follow directions 

Exhibits thought perseveration (repeats idea involuntarily) 

Is often unable to discriminate differences in size, shape 

Is often unable to discriminate figure from ground 

Is often unable to copy letters or geometric figures 

Is often unable to discriminate a part from the whole 

Is often unable to judge distance 

Is often unable to discriminate through sense of touch 

Reverses letters, numbers, words 

Motor Symptoms 

Writes, prints, draws poorly 

Hands tremble or jerk 

Is generally clumsy, awkward 

Is hyperactive (overactive, restless) 

Is hypoactive (listless, lethargic) 

Eyeballs oscillate rapidly, involuntarily 

Is unable to direct both eyes to the san.. object 

Exhibits motor perseveration (difficulty ceasing repetition of a 

movement) 

Other Symptoms 

Is unah^ to speak 

Has mud speech irregularities 
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Is physically immature for age 

Is physically advanced for age 

Is unable to translate thoughts from speech to writing 

Quickly forgets spelling after written practice 

Is unable to explain idea after hearing example 

Is unable to recall sequence of events after listening to story 

Quickly forgets sight vocabulary that seemed thoroughly learned 

Quickly forgets word analysis techniques 

Is unable to explain sentences he/she reads aloud 

Has special difficulty in learning arithmetic 

Whenever possible, a teacher's tentative decision about a student's se- 
rious needs should be double-checked with a psychologist or other 
specialist. 



REFERRAL TO SPECIALISTS 

Public Law 94-142 requires every special student to be diagnosed and 
taught in the least restrictive environment using a plan designed by 
teacher, parent, and specialist. Teachers have learned to adapt to the 
needs of special students who are mainstreamed (132), and "normal'* 
children learn to be helpful to such children (101). Reading and speech 
specialists also can be helpful in diagnosis and planning (106). In addi- 
tion, psychologists and psychiatrists are having some success in treating 
problems of school phobia, depression, hyperactivity f and antisocial ag- 
gressiveness through procedures such as coaching, behavior modification, 
and cognitive therapy (122, 225, 254). 



CARING AND MENTORING 

Teacher commitment to improve students' academic and social perfor- 
mance, as measured by .student perceptions that teachers care, has been 
established as a signifLant variable in climates of excellent schools (12, 
60, 252). When one visits such schools, one sees that the level of caring 
is most striking (155). It requires getting to know the child personally 
through sympathetic individual diagnostic procedures such as the indi- 
vidual reading inventory (106), and also requires J^veloping an under- 
standing, supportive rapport (24). 

Knowing the child well helps one to notice possibilities of learning 
disabilities and to determine what will work best in teaching (141). One 
individualized technique^ the impress method, provides mukisensory in- 
put for learning disabled students and others having special learning 

34 



ERLC 



36 



styles. The child having reading difficulty reads material visually while 
listening to a tape or to the teacher reading che same material aloud. It 
sometimes produces exceptional gains (120). A keyword mnemonic tech- 
nique also has been used successfully in helping learning disabled chil- 
dren to remember (165). 

Mentoring, a friendly, personal, supportive, instructive relationship 
between an adult and a student, is particularly beneficial in promoting 
achievement (155), and in counteracting some antisocial personality dis- 
orders (l6l). In this, as in all teaching, it is essential to recognize that 
every child in school can learn (247), although in different ways and at 
different rates. Through patient, individual attention in and outside of 
school, teachers, aides, or well-chosen volunteers can develop a produc- 
tive mentoring relationship that may save a student at risk. 

PROVIDING INDIVIDUAL SUCCESS THROUGH 
ADAPTED INSTRUCTION 

The most successful teachers usually combine whole-class work on gen- 
eral concept development with flexible small-group work on the skills of 
communication and math (73, 247). Whole-class instruction is particu- 
larly ineffective for students at risk (130, 186), and students pay better 
attention in small groups (98, 135;. Although no particular system of or- 
ganization for differentiated instruction has been found to be consistent- 
ly most successful (179), schools having exceptional success invariably 
provide some form of individualization (155, 247). 

Achievement is highest when teachers base their planning on ongoing 
diagnosis (199). One approach is for a teacher to begin a class with gen- 
eral instruction and an assignment, or with independent project work. 
Small groups then can be pulled aside for 10-15 minutes at a time tc; 
work at their own level on a skill related to the unit under study, or to 
learn something through a particular learning style. By meeting with 
each small group a couple of times a week, the teacher can reduce pu- 
pils' sness (181), adjust work to levels that will guarantee success, and 
overcome learning apathy (189). Self-esteem grows if the teacher pro- 
vides frequent feedback for accomplishments (138, 228). 

While some question the need to consider individual learning styles in 
differentiated teaching (89), Dunn has found that "achieving youngsters 
invariably exhibit learning styles that differ from underachieving ones' ' 
(61, p. 144). Learning disabled students seem to be more impulsive than 
reflective in style, and more dependent than others on environmental 
clues (22). Learning disabled students' preferences of perceptual modal- 
ities, from most to least, are kinesthetic, tactual, auditory, and visual 
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(116), but those having high visual preference have made significant 
gains with a tactual-kinesthetic treatment (116). 

Carbo found that some youngsters develop an intuitive awareness of 
word patterns instead of an analytic perception, so those having difficul- 
ty with phonics sometimes are global learners who will learn much better 
through listening to tapes while reading the story, through writing, and 
through other meaningful approaches (35). 

COOPERATIVE LEARNING 

Cooperative learning (127) and the variation called Team-Assisted In- 
dividualization (216) are particularly effective in differentiating instruc- 
tion (89, 148), They are especially suitable for use with children at risk 
because children of different backgrounds and abilities are mixed togeth- 
er in small, temporary groups. Each group is given the same or different 
problems to solve, with children working individually and cooperatively 
until everybody in the group agrees on the response. Problems may be as 
simple as constructing a better sentence or as complex as writing an es- 
say, working a set of math problems, or planning a science experiment, 
as well as using educational games (89). 

By rewarding both indivdual and group achievement, teachers can 
counteract the statement that "Our society is filled with alienated chil- 
dren..., yet within schools competitive and individualistic efforts are 
emphasized, where students are isolated from and pitted against each 
other..." (127, p. 123). 

Cooperative learning combines fun and lively interaction (188) and 
develops a sense of belonging (95), while being used suitably in a num- 
ber of fields of study (218, 241, 261). 

RECOGNIZING AND REWARDING PROGRESS 

Sincere praise and other nominal rewards are needed, particularly to 
raise the self-concepts and motivate children at risk (153, 214). In superi- 
or schojls, academic awards are given and a large proportion of students 
receive awards at various times (247). 

STRONG PROGRAMS ON SUBSTANCE DEPENDENCY 

Although they are not always successful, strong programs on drug and 
alcohol dependency are desperately needed (239). The effectiveness of 
programs to reduce adult smoking suggests that health education in oth- 
er areas may be equally effective with time. 
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Chapter 4 



PARENT INVOLVEMENT IN 
PREVENTING STUDENT PROBLEMS 



During the first twelve years of schoolings parents have a great 
amount of control over 87 percent of a student's waking time (243). And 
activities related to home life are more important than both socioeco- 
nomic status and school functions in the child's development (153, 243). 
One nsychologist who monitored treatment of 250 families with antiso- 
cial children concluded that most delinquency may develop because of 
ineffective parenting skills (123). 

HOME FACTORS AFFECTING STUDENT ACHIEVEMENT 

An examination of working-class family parenting of very successful 
and nonsuccessful high school students showed parents of successful stu- 
dents emphasized vigilant parenting, strong family orientation, and ex- 
pectation of good school achievement. They emphasized family responsi- 
bilitv first, supported study efforts, and used religion to counterbalance 
negative community influences (236). 

Research reveals many family factors that affect student achievement: 
mother's use of the library, number of books and good magazines in the 
home, fathu s employment in professional or skilled work, visits to mu- 
seums and places of interest, parents' discussion with children of news 
and books read, attendance by parents - school functions, levels of par- 
ents' education, and attitudes of parents toward education (143, 201). 
Social comfort at home is beneficial, while emotional conflict defeats 
concentration on study and memory (201). Parental example counts,, be- 
cause, as already noted,, more children of criminal parents than of non- 
criminal parents become delinquent, and more daughters of unmarried 
mothers than married mothers become pregnant during teen years. 

PARENTS AND TEACHERS 

Visits of teachers to homes v very helpful and previously required in 
some schools, are done now by only 2 percent of teachers (153). But 
more teachers schedule parent conferences regularly to discuss school cur- 
riculum and the child's progress (69). 

37 

ERIC " J 



Wayson's team found that excellent schools provide services to parents 
such as lectures, use of facilities, and community projects (247). They 
also involve parents as volunteers in reading with children, coaching dra- 
matics, making lab presentations, and acting as mentors (247). They u:~ 
a variety of ways to communicate school programs to parents, including 
graphic progress reports, classroom visits, and displays of student work 
(247). Some teachers have developed their communication skills so well 
that they have barer access than others to parents for collaborative work 
(89). 

PARENT TRAINING 

Many parents seem to need advice and encouragement from the 
school (217). Parent training programs have been used fairly often, and 
about two- thirds or more of these programs produce better student per- 
formance (201). In an example of one that did not work, training was 
conducted through individual home visits (83). 

Use of a prctraining needs questionnaire, followed later with open- 
ended discussions, has been effective in planning training for parents of 
preschool children (245). Very concrete suggestions were found much 
better than theoretical presentations in working with Mexican-American 
parents (160). 

Parent training in family problem solving, crisis management, and 
monitoring and rewarding behavior has resulted in sharply improved stu- 
dent performance (123). Ten weekly library experiences with inner-city 
parents and children, plus 220 suggestions for home language experi- 
ences, resulted in significant language gains for 15 involved families in 
comparison with noninvolved families (233). When parents were encour- 
aged to take children just completing first grade to the library weekly 
during the summer, their reading achievement at the beginning of sec- 
ond grade was far superior to that of those who had not been taken to 
the library (220). And studies with children aged 6 to 13 revealed that 
paired readings parent and child reading together regularly, resulted in 3 
to 5 times the normal growth in reading achievement (237). Excellent 
ideas for parent training are summarised in these works in the Bibliogra- 
phy: 71, 107, 111, 121. 
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Chapter 5 

LONG-TERM PREVENTION 
PLANNING 



To some boys and girls, the school is an intolerable place where they 
have faced many impossible tasks and unsympathetic adults. 

The failure of the school to respond to individual human and academ- 
ic needs of children has contributed greatly to children being at risk, and 
l4 so long as that failure persists, delinquency, as well as other school-re- 
lated problems, will persist" (146, p. 232). 

CALLS TO EXCELLENCE 

It seems appropriate to examine a sample of the numerous presenta- 
tion^ on school reform published during the 1980s to see whether they 
offer solutions for children at risk. The one receiving the most attention, 
A Nation At Risk, offered little for such youngsters. It recommended in- 
creasing the number of required academic courses in high schools, more 
rigorous textbooks, student discipline codes that would make more effi- 
cient use of class time, longer school days and years, grouping and pro- 
motion of students according to progress rather than chronological age, 
improved incentives for teachers, and other changes (173). 

Action for Excellence: A Comprehensive Plan to Improve Our Na- 
tion's Schools recommended upgraded skills instruction, increased prob- 
lem solving, reduced electives, upgrading textbooks, use of computers, 
and more rigorously trained teachers (1). The Failure of Our Public 
Schools: The Causes and a Solution called for funding schools on the ba- 
sis of academic achievement instead of attendance (68). Education and 
Economic Progress: Toward a National Educational Policy: The Federal 
Role called for federal legislation to stress mathematics and science, with 
foreign language and higher skills fcr students of high aptitudes (63). 
The three Paideia Proposals stressed early admission to school, strong ac- 
ademic standards, a few extracurricular activities to devel * character, 
and some limited vocational introduction activities (2, 3, 4). 

Because people on the commissions and committees making these rec- 
ommendations were politicians, business men, and university leaders 
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with little apparent knowledge of children's learning problems, their rec- 
ommendations were directed largely at the upper third of the student 
body, with scant concern for students at risk. Because of their sugges- 
tions, however, many departments of education have mandated in- 
creased requirements in academic fields for high school graduation. 
Some districts also have required more homework assignments at all lev- 
els, with little consideration for its quality, and no consideration for the 
problems of the many students who have jobs or no privacy for study. 
These practices, insensitive to difficulties of at least one-third of the stu- 
dents, can only increase their frustrations (262), risking increased delin- 
quency, dropouts, and suicides. 

Better Suggestions 

Fortunately more useful su t ^estions have been offered in studies by 
Goodlad (91) and Boyer (28), who display knowledge of psychology and 
human development. Goodlad's eight-year examination of schools, de- 
tailed in A Place Called School: Prospects for the Future^ mentioned 
concern about the passiveness in students and the rather traditional style 
of teaching. He recommended a balanced academic curriculum, and of 
importance to teachers of students at risk,, said that if one instructional 
method docs not work with a child, others should be tried. He advised 
early admission to schools where teachers would humanize knowledge to 
make learning less abstract. And he would avoid inflexible ability-level 
tracking, organizing schools, instead, in a nongraded, continuous pro- 
gress manner to accept human differences and support differentiated 
development. 

Boyer's book, High School: A Report on Secondary Education in 
America, was based on a two-year study of 15 schools and funded by the 
Carnegie Foundation for tn.: Advancement of Teaching He recommends 
strong studies in usual academic areas, plus work in the arts, health, 
technology, jnd introductory vocational education. He would offer a 
core curriculum w'th one-third of the time remaining for clectives to 
meet individua' needs and interests. Of importance for children at risk, 
he advises cIo:>c relationships between students and counselors or teachers 
who are trusted by students. He also would identify failure patterns early 
and provide alternative programs, where students would attain a feeling 
of belonging while working toward a reasonably high standard. 

Felt (70) described a number of the excellence studies, and Wayson et 
al. (247) summarized them and added findings related to one hundred 
excellent schools throughout the country. These and other studies will be 
considered in further suggestions for preventing student problems. 
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EARLY CHILDHOOD PROGRAMS 



For every dollar spent on preschool education of disadvantaged chil- 
dren, an estimated $4.75 will be saved in later social services (190). Nu- 
merous studies clarify the value cf preschool preparation. In a review of 
programs for 3- and 4-year-olds, researchers found that children who par- 
ticipated in the experimental programs, had, in later years, better 
grades, fewer failures, fewer absences, and greater self-esteem than those 
who were not involved (230). When curricula provided for child-initiated 
learning, later grades were not higher, but at age 15, fewer students had 
been involved in delinquent behaviors (230). 

Children, mostly Black minority, who had been in a preschool pro- 
gram, had higher reading scores than equivalent groups in grades 1.2, 
and 3, and sometimes their behavior was significantly better (85). About 
half of 123 "disadvantaged" children in a low-socioeconomic area were 
involved in a high-quality preschool program, while the others were not. 
Twenty-two years later, 51 percent of the nonpreschool individuals had 
been detained and arrested, while only 31 percent of those having pre- 
school experience had been detained and arrested (123). 

Therapeutic programs seem valuable, too. Ninety-four children from a 
therapeutic nursery program for the emotionally disturbed had adjusted 
well enough so that teachers five years later rated their behavior as highly 
as that of others (64). After being identified as low achievers in a kinder- 
garten screening, 30 children given extra readiness experiences two after- 
noons a week achieved at higher levels than high-risk students not hav- 
ing the program in previous years (102). Children reading and 
participating in extra experiences in a transitional first grade were rated 
as significantly better in relation to conduct disorders, attention prob- 
lems, anxiety withdrawal, and motor excess, than children who needed 
but did not enroll in the transitional program (33). 

In a meta-analysis of 74 studies, Casto and Mastropieri concluded that 
early intervention with handicapped populations produces a sizable posi- 
tive effect, and that longer intensive programs were most efficacious 
(38). Their findings that the length of parent involvement and the age 
of entry into the program might not be statistically important, were hot- 
ly criticized by others (62, 229), then rebutted by the original researchers 
(39, 40). 

Although Head Start reaches only 16 percent of those who need it 
(34), since 1980, 21 states have increased spending for prekindergartens 
and five have begun contributing to Head Start (133). Favorable long- 
term effects for kindergarten work have prompted increasing programs 
for 4-years-olds (76). Great care must be taken, however, to involve them 
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in activity at their maturation levels (249), instead of making them feel 
stress from overdemanding academically oriented, worksheet activities 
(65, 76). 

HUMANIZING SCHOOLS TO MEET INDIVIDUAL NEEDS 

The dehumanizing effects of large, impersonal classes in large, regi- 
mented schools is detrimental to personal development and conducive to 
stress and alienation (146, 253). Qukk-fix "improvements" in the past 
have not given adequate consideration to the complexity of the problems 
(90, p. 87). 

Curriculum for Continuous Individual Progress 

Laypeople's lack of knowledge of how children learn threatens the 
bottom half of student populations when pressures are exerted to main- 
tain curriculum geared to the entrenched, graded, unit-age system (6). A 
multip^ regression study shows that th. average aptitude of groups is 
the main determinant of content coverage (15). Studies suggest that the 
easiest way to increase achievement 's to increase the pace of instruction, 
but this diminishes rather than enhunces learning for tho^e v^ith lowest 
readiness (15). 

An analysis of instructional plans suggests "chat the emphasis should 
be on maximizing each student's achievement, even if this should mean 
maintaining or even increasing the range of individual differences in 
achievement levels" (89, p. 358). One reason research has not always 
shown differentiated instruction plans to produce better results is that 
they often are not fully initiated (89). Also, data limited to achievement 
test score averages does not detect values to individuals at risk. 

Jones's (132) classic experiment clearly demonstrated the value of dif- 
ferentiated teaching over a single-level curriculum. And "more recent 
evaluations of programs classified as 'adaptive education' have shown 
more positive results. . ." (89, p. 364). A twenty-year demonstration of 
nongraded education at Falk School, Univer v y of Pittsburgh, has not 
only produced excellent achievement, but also a reduction in the amount 
of psychiatric counseling needed by students having problems upon en- 
try (69). In another situation, the work of 70 special education students 
in an individualized program was determined by analysis of variance to 
be significantly higher than that of other students not involved in indi- 
vidualization (32). 

In Wayson's study, excellent schools have curriculum by faculty for a 
program that is not rigid aad lock-step, but includes differentiated 
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grouping and enrichment (247). Research indicates that some students 
spend twice as much time on task and complete three times as much 
work when permitted to work at their own pace in an individualized pro- 
gram (244). Such a program also is conducive to developing positive atti- 
tudes (244). In observing excellent schools, Lipsitz noted that they insist 
on common humanity of their inhabitants, and one striking feature "is 
their willingness and ability to adapt all school practices to the individual 
differences in intellectual, biological, and social maturation of their stu- 
dents" (155). 

No More Assembly Lines Inside Schools 

Evidence reviewed so far shows that the lock-step, graded-school orga- 
nization introduced in the United States in about 1840, has caused dis- 
tress, impaired egos, anger, depression, suicides, delinquency, and drop- 
outs among one-fourth to one-third of students. In what better ways can 
the continuous, differentiated curriculum be delivered in schools? 

While most schools today are not very adaptive (59), students who 
might be at risk do best in structures that encounge small-group/whole- 
class instruction (89, 251). Lowest-ability children do best when placed 
in high-achieving schools (89), and in the multiability classroom they 
have increased opportunities fjr academic participation and success (45). 
In mixed-ability grouping, similar in some ways to cooperative learning, 
there are no low-status groups. In-service education experimentation 
shows teachers learn to involve students in a richer range of activities for 
mixed-ability work (45). 

Organization for complete one-to-one teaching is not recommended, 
because a teacher cannot spend enough time with each pupil (195, 203) 
and because some systems prevent student interaction and thinking by 
extensive use of packaged materials (89). While many faults can be 
found with grouping (94), it provides more time foi direct instruction 
(203), and produces strong achievement. In one superior situation , "The 
most salient dimension in second-grade classes appeared to be flexibility 
of grouping . . . The teachers would regroup students according to 
needs. . (73, p. 25). "For Grade Five classes, the same dimension ap- 
pealed" (73, p. 25). 

Flexible grouping fits with a nongraded school organization, which 
was found effective years ago by Hillson (117), by Ingram (124), and by 
Skapski (215). Nongrading has been tried a bit in many places (176), 
and long has been demonstrated to be very effective at the University of 
Pittsburgh (69). More individualized and small-group work occurs in 
schools that label themselves nongraded than in other schools (164). 
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When th ose schools doing a poor job of implementing differentiated in- 
struction are eliminated from the comparison, individualized instruction 
proves more effective than traditional programs (89). 

In order to get to know students well and differentiate teaching,, an 
effective procedure used at both elementary and secondary levels is to as- 
sign a team of three or four instructors to the same group of students for 
several years (178). The grouping within classes that can then be done 
has advantages over homogeneous sectioning because of its flexibility in 
use of time and in shifting group membership (89, 203). Within-class 
grouping has been found beneficial, particularly in reading (15) and 
mathematics (89, 216). Another successful secondary school procedure 
for knowing children better is to have homeroom teachers teaching dou- 
ble subjects such as math and science. Felt says, "... it is better for one 
teacher to teach 80 students both English and history than one teacher to 
teach 160 students. . (70, p. 200). In one excellent junior high school 
that permitted students to select their own advisers and meet with them 
weekly, attendance rose from 88 percent to 93 percent within two years 
and the dropout rate decreased by two-thirds (247). 

An inspiring step toward ridding schools of Henry Ford's assembly 
line has been taken in Ohio's Classroom of the Future "where the heart 
of the system is knowing the individual student'* (178). Open from 7:00 
a.m. to 7:00 p.m., it covers preschool through grade 12, plus vocational 
education for adults. The second daily shift of staff includes coaches, 
music and dance teachers, scout leaders, and so on, making it possible 
for students to stay the full day while their parents are at work (178). 

The plan calls for children to enter school on their fifth birthday, as 
they do in New Zealand and some other countries. This forces faculty to 
recognize each learner as an individual and to move him or her into ap- 
propriate groups gradually. Teachers work in small teams with the same 
set of mixed-age children for several years so that learning can be highly 
adapted and personalized. The structure includes four-year spans for ele- 
mentary, middle, and high school years. Groups are racially integrated, 
and faculty planning covers procedures to prevent any children from be- 
coming at risk (178). 

Progress reported after the first couple of years is positive, and more 
exact evaluation will be provided at the end of the first five years. 

Choices for Living 

Pull-out programs to give brief assistance to students at risk may pe- 
nalize children because of class work they miss through coordination 
problems (78). The long-term, pull-out procedure for Pennsylvania's 
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Commonwealth Classroom, however, is producing results (9). Students 
who are at risk because of uncooperative behavior and poor study habits 
are placed in several rooms in a minischool within the regular school. 
There, specially selected teachers offer the regular school subjects, while 
also incorporating a "School Survival Skills Curriculum," which stresses 
self-monitoring on participation habits and how to keep on task. Stu- 
dents work in the Commonwealth Classrooms for ten weeks to a year or 
more, while trying to prove that they have learned the survival skills (9). 
Even after returning to regular rooms, they periodically report back to 
Commonwealth teachers before morning classes for reassessment of their 
habits of self-responsibility (9). For most students, experience in the 
Commonwealth classrooms results in improved attendance and an im- 
provement in grades (9). 

NoncoIIege-bound students are especially concerned about employ- 
ment, so they will be interested in education only when schools learn 
ways to "engage students of all backgrounds and all ability levels, 
. . . persuade them that the enterprise is worthwhile, and respond to 
their individual needs in a fashion that will enable them to succeed" 
(227, p. 78). Magnet schools seem to help, as shown by good behavior 
and lower dropout rates (23). Vocational-technical high schools also have 
often been quite successful. 



CHARACTER AND CULTURAL DEVELOPMENT 

Personal development is essential to prevent students becoming at 
risk. Among beginning teachers, 80 percent believe values and character 
development should be taught (103), while 62 percent of parents feel 
character educational material should be suited to the community (80). 
Seventy-two pe r cent of parents favor sex education in high school and 52 
percent want it in elementary school (80). 



Multicultural Instruction 

Commitment to multicultural education has several values (54), one 
of which is reducing violence (25). Children's extended discussions of 
hi man merit, needs, and so forth, lead them to prefer equality (151). 
Different ethnic groups have their own values (145, 221), which can be 
shared and understood through multicultural education programs. Ex- 
tensive suggestions on multicultural education are available (14, 87). 
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Personal Development 

Opi nions differ completely on the values of outdoor survival experi- 
ences in treating antisocial behavior (84). In a brief set of camp activities 
where data were collected carefully, Kay (137) found that after 6-day ex- 
periences, postcamp moral judgments had not changed on the average, 
but students who participated most vigorously were most influenced 
(137). In a four-year study of 700 boys in weekly field trips, sports, other 
activities, and group therapy, Feldman found that antisocial boys 
grouped with other antisocial boys did not improve. But when antisocial 
boys were mixed in groups of largely prosocial boys, 91 percent of them 
reduced their antisocial behavior by 50 percent (123). Satterfield deter- 
mined that untreated hyperactive children were 10 to 20 times more like- 
ly to become delinquent than those given multimodal treatments (123). 

Reward systems are very helpful in changing behavior, but having so- 
cially disturbed students select the system is not particularly beneficial 
(13). The teacher's guidance in goal-setting, however, constantly is 
shown to contribute to good behavior and achievement (11, 77, 192). 
And in evaluating the excellent progress of the lowest quarter of students 
in three middle schools and two high schools, Klausmeier (144) conclud- 
ed that the implementation of goal-setting strategy appeared to be the 
determining factor in producing consistently higher student achieve- 
ment. 
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CONCLUSION— A CALL TO ACTION 



The data about today's children and youth are as chilling as the sound 
of the fire siren blasting to stop at the house next door. 
The facts speak for themselves. 

"One-third of the 40 million school-aged children in the United 
States are at risk of either failing, dropping out, or falling victim to 
crime, drugs, teenaged pregnancy, or chronic unemployment. . . . For ev- 
ery two children we educate, we lose one, and the consequences are di- 
sastrous' ' (183). 

In one typical year recently, 1,500,000 young people were arrested for 
juvenile crimes, even though police usually pick up only about one-fifth 
of those they apprehend while committing illegal acts (158). 

"If you teach high school, the chances are that about one-fourth of 
the students in your classes regularly smoke marijuana, more than two- 
thirds regularly use alcohol, and approximately one-fifth drink on a daily 
basis" (239, p. 18). 

The suicide rate among young people tripled du;ing the last 25 yearts 
(184). Every hour of every day, 57 teenagers attempt suicide, making 
well over 1,000 attempts a day. Eighteen of these attempts succeed daily 
(181). 

Approximately 1,200,000 teenage girls become pregnant each year. 
About 1,540 give birth to a baby each day (100). 

One million illiterates a year are coming through the schools — 
850,000 as dropouts and 150,000 as pushouts (105). 

Researchers believe that six out of ten students cannot unde*stand 
what they read in the newspaper (30). 
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